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"Stronger in their Presence:"
Being and Becoming a Teacher of Color

Reeda Toppin, Ph.D. and Linda Levine, Ph.D.
Bank Street College of Education

New York, NY, 10025

"There is no greater insight into the figure than recognidng
when we save our children, we save ourselves"

Margaret Mead (Geiga, K. Education Week, 1991)

At a time when minority schcol enrollment in some states exceeds 50%, the striking

decline in numbers of teachers of color bodes ill for our children and our society (Baratz,

1986). In our most populous cities, this disparity is even more dramatic. According to a

recent report, 80 per cent of New York City's elementary and secondary public school

students but only 30% of the teachersare now from communities of color (NYork

rimcs,1990).

Disputing widely held claims about a generalized natimal teacher shortage, one

researcher points out, "There's no crisis in the subrzban school& The real crisis in

education is in urban America" (Yarger, New York Times, 1988) A similar assessment is

offered by Darling-Hammond (New York Times, 1988) who observes succinctly: 'People

who grew up ir. urban areas will be most interested in teaching in urban schools." Given

these challenges, it is urgent that we redouble efforts to at= t, retain and hear from

educators whose faces and voices now represent more promising futures for a new

generation of urban children.

Where shall we fmd more teachers of color? Efforts to reach and expand the

traditional pool of potential teachers have focused primarily on recruitment at the secondary

and post-secondary levels, with emphasis on encouraging community college students to

complete four-year degrre programs (Baratz, 1986). Less attention has been directed toward

reaching and learning from college graduates who have tried and rejected other occupations

for teaching, although their numbers are apparently on the rise (O'Toole, 1987). This paper
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is based on open-endd group interviews with 11 graduate students of color whose nrinr

occupations included the following: journalism, marketing, nutrition, social work, youth

counseling, secretarial work, waitressing, fashion merchandising, theater, medical claims
examiner, publif.: relations. We believe their effcrts to find self-fulfillment in service to the
commtmity offers inspiration for others and we delficate this paper to them.

The authors are facult; members at a graduate school of education where they
currently co-teach a course in the anthropology of education. We undertook this study to
learn more about why people of color are choosing to teach after trying other occupations,
what salientsocial contextual influence&-zast2nd.nresent -ors affecting their career
change and what those findings suggest aboutways to improve the teacher education

experience for these teachers of color and others who come after them.

We wish to note, in addition, that as teacher educators who bring the perspectives
of anthropology ofeducation (Levine) and social foundations (Toppin) to our research and
practice, we share a central concern about creating and maintaining learning environments
conducive to success for a wider range of students. Mindful of Delpit's (1988) critique of
teacher education programs which tend to reinforce cbminant culture values and thus
marginalize or silence students who do not share those preconceptions and practices, we
listened for ways in which participation in our own program was perceived as satisfying
andicr problematic by the teachers of color. One of the authors has also co-conducted an
earlier qualitative study (Crow, Levine and Nager,1990) with predominantly white middle
class women leaving other occupations for teaching. The present study reveals, as did the
earlie: stdy, a strong emphasis on *internal aspects of career change...career decisions that
emphasized family and self interests rather than organizationally determined career mutes"
(Crow, Levine and Nager,1990). We note an important difference, however, between the
two groups of career-changers studied. For the teachers of color, as will btt seen helow,
notions of self-fulfillment and family well-hein9 wf.rm morP hrowilv construed as
interrelated with 'give back' and service to the communitY.
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Background and Methodology for the Study
In 1989 and 1990 our institution received two substantial grants from a major

foundation to increase the numbers of teachers of color certified to teach in public school
classrooms. This funding, designed to support 80% of recipients' tuition costs, has
enabled our institution to boost the number of graduate students of color from 19% to 31%
since 1988-89. A central stipulation of the grants was that recipients would agree to teach in
public school classrooms for at least three years following completion ofa masters degree
program at the College. (Bank Street Report to the DeWitt Wallace-Reader'sDigest Fund,
1991).

Announcemeats of available scholarships for people ofcolor currently working in
some capacity for the NYC Board of Education were placed in the teachers' union bulletin,
widely circulated in and around a variety of settings in the New York metropolitan area. An
ad hoc adiaissions committee of administrators and faculty spent the month of August 1989
selecting .2ndidates who could begin in September. A supportcommittee of four faculty
members, including the co-authors of this paper, was established at the College to provide
additional assistance as needed to the new pimp of graduate students entering the
institution.

Ranfina in age frpm 24 to 47, the 20 members of this new group of graduate
students included fifteen Affican-Amerimns, one Native American, oce West Indian, one
Latino, one Filipino and one Chinese-American. Ail but three were women. All of these
students of color accepted into the College's teacher education programs over a two-year
period from 19894991 agreed to participate in group interviews and to have their stories
receive wider dissemination. Sewn have already done so and three aadiotaped group
interviews were conducted during November 1991. The remaining nine have consented to
be interviewed at a future dam, citing *overextended" family and career commitmentsas
explanadon for having to reschedule their participation.
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In November.1991, one of rhe authors conducted one 2-hour group interview and

the other conducted two of the same length. Following the tenets of ethnographic

interviewing, we did not develop a formal protocol for use in those interviews but guided

each session so as to enable each informant to contribute herfhis perspective on each of the

following two themes: °What prompted your decision to change occupations to twcfring/

and 2) What has helved and/or hindered you in pursuing this aoal? Each of us subsequently

transcribed all audiotaped data and contextual notes collected dining the sessions we

conducted. Transcriptions were then distauted to the participating students for feedback

on accuracy of the data collected (Miles and Huberman, 1984).

Fieldnotes taken during our first research meeting (9/2691) included the following

entry:

We've decided to analyze interview data from the sessims
we conduct, prepare (for each other) written statements on
salient themes, disconfirming evdience, questions, etc. -
then come together to compare findings. This approach
should firrther the interpretive process in a way that offers a check on premature
conclusions and challenges each ofus to support our claims with data.

We had considered requesting access to and using an adiltional source of data -
information contained in each student's admissions folder. We decided, however, that the

dynamic, "negotiation of meanings" (Bruner, 1991) that group interviews made posstile

offered a sufficiently rich source for analysis of themes and variations on entering the

teaching profession.

We undertook two formal stages of analysis prior to co-constructing the

ethnographic narrative and a third as we cos authored this text. The first, conducted

separately by each researcher on the data she had collected, occurred before sharing our

transcripts and included pnxluction of separate written accounts of salient themes each

researcher had identified. We then exchanged transcripts and later met jointly to consider

both the corpus of data and our preliminary interpretations. This second, collaborative stage

allowed us to compare findings, to discern differences as well as patterns in our data and
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preliminary analysis. Constructing this co-authored narrative involved reflection on and
refinement of several drafts - thus constituting a third stage of analysis. As promised, all
participating students have received and checked the transcriplis for accurate representation
of the data collected and auditotaped via group interviews.
Orientation for the Study

In conducting this research, ow primary goal was to learn from the
perspective ofour informants how they defined and situated the meanings of this career
change to teaching. We made the assumption, and it was borr w! out by our findings, that
these teachers of color would have different as well as congruent stories to discuss and
share. In addition, we believed it crucial not to obscure or conflate those differences in our
effort to discern patterns. As teacher educators, we saw an opportunity to examine and
improve our own practice by recognizing and drawing on the *funds of knowledge' (Moll
and Greenberg, 1988) these graduate students were sharing with us. We consider this
approach consistent with Wentworth's (1980) notion of 'socializaticni-as-interaction," his
view that novices should be encouraged to help shape the context into which they are being
socialized.

Connecting Social and P;.rsoual kleanipu of Cjreer Changq
As the data will indicate, all of these teachers view themselves as actors in particular

sociocultural and sociohistmical contexts, as people who expect to affect and be affected by
the ideas and practices ofmany others. Their historical narratives convey a sense of
"mutual belonaingness" (Ricoeur, 1981) a keen awareness ofshared responsibility for those
who will follow them and an obligation to 'give back" to the community what they have
learned from it. It was abundantly evident throughout the interviews that these teachers of
color had been "reading the world* (Freire, 1991) ofteaching and what others thought of it
as an occupational choice long before as well as during the time they were entering
classrooms. All cited as influential the voices and views of parents (their own, the
children's), peers, professionals at different levels of schooling including the College
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where they were now studying, as well as those of the children they had come to know. A

few learned about teaching from parents who were themselves teachers or principals, who

encouraged them to enter the profession because they themselves had - or had hoped to -

become teachers.

Gumperz and Hemandez-0 lava (1972) have proposed that indviduals who are

bicultural, whose daily life requires adjustment to the demands( f more than one

community, will by necessity develop heightened attentiveness to diverse and changing

forces which affect their progress. The stories told by these teachers of color reveal this

kind of astute assessment of mote and less effective learning environments for children and

themselves. They see and descnlie themselves, both as they are and ;:.re hiely to become, in

constant reciprocal interaction with others in their social and professi:mal worlds.

Consequently, a salient theme throughout the interviews is an emphasis on the social as

well as perscoal meanings of their decision to teach.

Negative influences as deterrent?

Every teacher interviewed recalled some negatiye egerienFes with other

professionals working in education, either before they entered ihe profession, afterward or

both. One, for example, who claimed she had always wanted to teach, described how

how she was *turned off by the attitude of ed majors" at her undergraduate school:

- They seemed like they had easy jobs/Their fathers and
uncles and everybody had principal positions/and they
had jobs waiting for them/and they weren't serious about
studying. One or two people would do the work and everybody
else would copy the answers/that kind of attituck.

Another, planning to use teaching as a stepping stone to another role in the field, was

discouraged by her contact with someone in that position:

- And when I was working in the schools, I went to school in- a college in
New Orleans and while you have to do readings in this class and go to this
school for that, I saw a psychologist working within the school and I
thought - I just could not believe that they, what their job was. To me they
were doing absolutely nothing. I didn't see them helping a child But ah
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anyway, to me she was just not my idea, you know, if I was going to takeon a job, I expect I that I can change the world and she wasn't evenchanging, you know she isn't doing anything for me .

A third, one of time male teachers in this funded program, spoke of dismaying early
experiences with older colleagues at an urban public school where he taught:

- I went through a total progression /being in places andbeing really fnistrated/hating the way teachers treatedkids. It was so odd/they would sit in the teachers' loungeyou would wallc in the dcor and feel like you were slappedin the face! Cause everything was bad every kW was bad -every classroom was bad everything was bad. And Iwould say, 'Look, it's not!' But I would feel I couldn't evensay that /I couldn't say things were going well in my classbecause nothing was going well anywhere.
Negative influences as incentive?

For this group of people ofcolor, hearing negative comments about children fromother professionals was clismaying but it tended to reinforce teir dedication to teach. The
young teacher who recalled being detened from teaching by earlyemounters with 'ed
majors,' decided to help make a differaice for other people's children after a decade spentraising her own; the male teacher who'd been daunted by such hostility in the teachers'
lounge developed the resources to challenge this negativity through his own work andpowerful communication about its meaning. As is evident in the quotes below, negative
exchanges with more experienced teachers can be pivotal in the determination to teach!

- So I really debated that first month, saying 'What am I doing to myselfhere?' Is it worth it? But in terms ofwanting it or not wanting it...the otherfactor was that there were a lot of tewhers who would talk about bow theywere paid baby sitters and likerdon't bothergiving them too much becausethese kids are not too smart to begin with.' And things like that.
And I kind of feltif came from a similar neighborhooda camefrom a similar place/and I don't know whether these kids are smart or notsmart because I don't have the tools to mess that yet. I mean my firsteducation course and my first day of teaching were the same day! So Ididn't come in feeling like I know how to assess somebody's intelligence orknowledge. But I felt like/whether the kids were very intelligentor not veryintelligent I did nig want them being given this attitude..?

Mother reports:

9
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- I was asked to substitute for two weeks right after that first day in thekindergarten for a first grade class and this was a 3o-4:ailed 'bottom' firstgrade class Lod a teacher that was going away. She said things to me like"well you know, don't expect too much of them, they're animals" andahm, liviaich out for this one,she throws desks, watch out for that one,"and you know, I was just shocked by that , I thought - 'animals, what areyou talking about, theyare six!"

"Stronger in their presence"

Not surprisingly, for this group of students, remembered exneriences with hiphly
dedicated, competent and creative urban teachers andlor principals were seen as
inspiraticeal in the formabon or their professional identity. In every instance of this kind
described in the interviews, some professional educator included them as well as childrmi
and families in the circle of those who matter, affirmed their talent for teaching, offered
them new, collaborative, often unimagined opportunities for ongoing professional
development. Consider the following exchanges and oomments about what enables
teachers to grow and persist through difficulty:

- When my principal mentioned (the College) to meand the scholarship, sie mentioned it because he knowswhat kind of teacher I am. I'm not the tradtional teacher.rm for the most part prery relaxed but I get my job doneand the kids enjoy it. It's usually an experience in my room.So that he felt it would enrich the classroom even better...

Eadaattai
Int..erviewer: How do you maintain that faith despite your experienceswith some of the uncaring educators you've described peoplewho say they're only in it to send their own kids to college orto earn the salary? How do you maintain the faith that whatyou're doing is going to make a difference?

GrudIruder it: I don't associate with thosekinds of teachers.One reason I stay at the school wnere I am is I feell have a family there.There are a lot ofgood people - caring people, teachers that
care, some of whom are teachers who grew up in that neigh-borhood and want to give back to that community, some ofwhom taught the grandparents of some of the children that
are in their classes. Them'c a real sense ot cornmunay andthat fuels me!

Exchange f2:

8
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Grud.Studenv I think it also has to do with leadership...I'm now in
a clifferent school/ and I know less people in this school
but I see more evidence of teactras who really care kw
what they're doing. And I feel/like/ stronger ut their presence.
....We have a principal who has forbidden rising your voice.
And he walks around/and he's very positive/and he's...and I
just see it all through the building.

Grad.Student: Makes a lot of differencelt really does. I had a child who was a
troublesome child and one day he said, referring to the principal:
'You know, he really likes kids.' So it wasn't until a few days later
that I got to tell the ixincipal. And/you know/ that was/
like the biggest compliment he could get. I don't think there's a lot
of Fincipals in the public school system who really like kids. There's so many
different agendas - political and otherwise/but that makes a big &Terence!

Another graduate student recalls:

- She saw my face, the principal saw my face, and
saideWhat is it? You have second thoughts? You know,
here is this little tiny woman, she's still wearing her coat,
and she says, 'Come on. You'll like it. It's tougn, the people
are tough, you know. But they have a real concern about
kids. And I think that you, you know, would be good for
the kids, good for the schooL'

As suggested above, professional peers and school leaders play pivotal roles in theway

these teachers come to invest in and unslerstand their own progress. They look to them for

vision, for building reciprocal support networks, and for helping them sustain a

commitment to teach against often difficult odds.

Teacher as Change Agent: "Things can change and things have to change"

These teachers of color express professional goals that include but extend beyond

individupl advancement, both theirs and that of the thi.ldren they teach. They communicate

concern about what pre( les and follows what they do in their own classrooms. They

assign high priority to improving the school and the public education system so that more

children have a chance for a better future. To futher these aims, they recognize and speak

for collaboration and interdependence

9
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Holding a tra;isformative view of education, they want to go beyond the given,

have an effect beyond what happens in a single classroom. Their own experience and

ccgicerns predispose them to fmd current arranrments "not good enough" for themselves

and for children. These are teachers deeply concerned with children's lives outside as well

as inside schools. Their vision of the present and the future involves participation in

systemic efforts to achieve greater equity in schools and society.

- I want to make a mark or leave an impression cause I'm always talking to
them about surviving.They have to survive. They're in this concrete jungle.
They play in a concrete jungle, they play in the street...my goal, my focus
now is for the children/ because no one has addressed properly/ our
children! You know, the language, everything. Their living! You know,
their environment, where they come from

- It's the children that have made a difference for me. And I know, going
home all the time, and gathering stuff up, gax children say, "Who's that for?"
And I get so tired of saying_litny class'. rm always speakinq of them and
always trying to make a difference for them. rm trying to give that back to
them.

- I enjoy my job. I can tell you why it interests me. I like what I'm doing, I
enjoy woriong with children and I think that I believe that things can change
and things have to change like said, if we want our words to become
anything, cause right now, you look at the children, you think, our kids are
not going to grow up? Someone has to be there to lead them and to guide
them because their tztrents, unfortunately are nct doing the job and there are
a lot of educators who are not helping out eithes. And I just think that's my
job, I just have to do that mark on these children. So that's why I'm there.

- That feeling made me feel like there was some obligation to
stay...when this crop of children gnes on to the next grade, there's the next
crop of kids...

The same informant describes later in the interview how this principal enlisted her in

efforts to help other teachers improve their practice:

My principal asked me last week after he saw my lesson how I
thought about running a workshop. I told him about my past

.periences (with workshops) and he said, 'Well, what about this?'
Why don't I come in and videotape it? We'll show it in the teachers
room and then they're gonna see how it works. They can use their
personality/ adapt it anyway they'd like to/but I want them to
see what's going on in your room. It'll put the pressure on
those who are sending their kids to you/ that they'd better become
a little more creative than those whom you'll be sending your children
to. Because you can site the dynamics in those kids! If you take this group
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of children - and then (later) they just fall flat, then what is it you're not doing?

This teacher's and principal's shared awareness of the systemic implications of good or
poor teaching, as well as their negotiation over strategies for improvement, is especially

striking. It illustrates how apprenticeship can be furthered so as to benefit many more

children and their teachers.

As apparent in data provided above, these teachers of color have different

stories, various *funds of knowledge* (Moll and Greenberg 1988) to share with each

other. Fcw all of them, however, the notion of "give back* is fundamental and compelling.

They express a sense of shared community membtrship with the children, with teachers

they admire, and to a larger extent the commtmities and neighborhoods Qnbsit minds. For

most of them, this means . II i.= 0...=1,041 !I ;411 *A.14

suerienc&s, Although these teachers are not workirg in the particular neighborhoods

where they grew up, they speak as members commitud to the well-being of the broader

urban community.

Overtly critical of most current educational practices, these teachers are angry about

the impact and implications for children's lives. They do not view inequality and racism as
ine &able despite what other colleagues may believe and tell them. They are realistic,

however, about attitudes and other obstacles which stand in the way of beneficial change.

The roles they define for themselves are thus framed in recognition of schooling as a

sociopolitical institution. Instead of adapting to the cultural reproduction that exists, these

teachers, as Gramsci (in Weiler, 1988) suggests, are conscious of their own power as
human agents to resist the hidden agendas of the school hierarchy in highly sophisticated

negotiation stategies (Willis, 1977; Giroux, 1983; Apple, 1982a; Wexler, 1985a). These
teachers see the role domination has played in classrooms and in school relationships, in

the way teachers come to view themselves as *tmdereducated" anejust a downtrodden

group of people.* But rather than confine their efforts to a single classroornthey are more

1 1

13



politically oriented arid active in the larger change process, sharing curriculum with

colleagues, planning broader learning environments for children, exchanging knowledge

with others through workshops, staff development sessions and district-wide meetings,

- Grad. Student: I went through a total progression/ hatingthe way teachers treated kids The biggest fight I ever had/major yellingat the top of my lungs.There was this teacher in my schooLthere was aclass of kids who/I guess/most of them were Puerto Rican orBlack and he said, one day, when they were really struggling with math:"well, you know, toe kids...they wet learn math.* I flew off the deependflt just infuriated me. I don't know where that came from and
afterwards/somehow I've been able to control it/but I won't let it slide..1just won't let it slide any more. Because I think what I'm doing is tooImportant. So I think I've gotten a little more vocal with it.

-Grad. Student: rd like to stay and make a clifference for the
children but rd like to go a bit further than that becauselminaggLthing

I'dlike to tell my administrators about it because they are the ones that can
change things and after like I tell them about it, maybe make an impact onthem, so that it'll become a ripple effect and sprard the wad on to theteacher ed. I'm starting to see that now, because they're asking me to do
workshops and share what I know and what I'm leaning.-

- Grad. Student:We have to be.examples for ourselves, for ourpamnts. always stressing wog proud pf younelf.* Always
motivating them, I don't care where you live, what you do,hatwe are pmud people and always putting that in theirmind.

: n 1114 .11 11 =1

Using what Works: Differentiated Choices

These teachers have been thinking hard, sifting through what they have learned and
chosen to take from their own and others' histories (cf. Foucault, 1970, on mining the

*archeology of knowledge") that will be most useful in their work and lives. Their words
reflect awareness of the connection between how and what they've been taught and what
they'll provide for children. There is considerable evidence that they view their nceds, th.eir
fuhres and their students' as intertwined. Consider the following examples:

- I went to school in the Bronx. Luckily, I had a mother who/they both hadgone to first-year college in Pu,nto Rico/then they dropped wt. But to her,education was paramount. But it wasn't :o everybody and a lot of the kids inmy neighborhood were very smart kids who kind of/because caey clidn'thave a lot of support/neverreally made it through. It was just - somehow Imade it through. pig lihink my parents(we wsre part of the

1 2
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neighborhood/we were never anything other than beingport of that
6t l4

1 IC II 1 -

.61

neighborhood/we werq still put of jhat neighborhood. And I remember somany times teachers talking about "these kids* and it was like soderogatoryfit was always *these kids.* And I remember I said, "That's whatI want to do.* I said, I know why I'm at this school only a couple of moreyears. My thing is: inaLIQ go jiacic and want told up a schootktheneigh iWitood where I grey up. Carol kpow there are lots of kifis, who
41 t

;
given the chance at all& tvowed to mysolfrctlgarn tnuch as I could sothat viten I did itfi(woplcile sornethin I'd succeed in, Ws not going to befly-by-nig'it kind of thing/acd I feel like rm really at that point now whererve got ti learn as much as I can.

-Idon'tknow,it,IknowlastrearitdidnotmeetmyexpectationsatalL Itwas really frustrating, rally quite frustrating. But as a whole, yeahatmtowhingls _:ernanding. And I wasjust always trying tptbink of what I coulda .0 I Ot." A 4 011;,1 11.1 4.J.-7- I 1.4144

- ...as demeanir.ig as the profession is in the ewspapers/when you look atthe
. .1 9 V

18 *AKA I :

411 IV 1.411r, I _A A 1-A1: 4.1

Like th." teachersof color who participated in Delpit's (1988) study, these teachers
value highly what they have learned in their communities of origin. They do not equate
self-advancement with abandoning the community but ratheracquiring the resources to
*give back* some of what they have lear- -(1 there and elsewhere. Attracted to the College in
part because of its reputation for innovation, these are individuals who see themselvesas
creative, dedicated, and energetic. These interviews reveal that they came for graduate
study to extend rather than replace what they know - and, of course, to obtain state
certification.Well aware of their own resources and what they see as necessary for
successful work with urban public school children, they are highly selective about what
they have come to expect and take from their graduate education. They have learned to be
vigilant about what different contexts require and offer. As one graduate student says:

- Anything you learn, you're going to assimilate it forhowever you feel you can use it in your classroom. You'regonna change it some way but hopefully you're going to takeexactly what you need.

And consider this thoughtful, differentiated account:

ii



- I was teaching in the public school. And working as a secretary in the office (herprior position) as opposed to being in the classroom was a whole different wald.And what I thought was going to be awful about teacning wasn't that awful / and Ifound that coming to classes in the eveninp - it was the first, ever portion ofmyeducation that I felt like an alcoholic goini to an AA meeting. I'm going for my fixmight! ((laughter)) Because there were a lot of things that were so pertinentfin termsof being able to /not necessarily bring them back, because the public school setting isRs/ ifs probably very different /from school to school. But the general philosophyabout ofdldren: You Icnow, if you make it interesting, then thq won't make time tothink about throwing eggs at you! ((laughter)) And so/I started to feel really goodabout the fact that even though it was tough to teach, that Bank Stre..', was doingsomething for me. It was giving me some real things to work with. I mean/I wasconstantly in the library photocopying things. You know, I wasn't I ga. g together aresource file yet and when I saw that was one of the requirements . the class,'said, "Wow, what a good idea.' I liked that and I felt I probably wouldn't havesurvived - and this is only my second year and I wouldn't have survived that firstyear without having that knd ofsupport Had Bank Sweet been as my othereducation was/You know, they give you textbooksand chapters and things like thatto read, I wouldn't have been able to stay with it! Cause...teaching is tough.
Another teacher of color has been seeking new opportunities in the field:

- And WO got into the D Program ... And I was getting kind of boredwith it because though it was broadening my sldlls, it was the same skills andI wanted to build on something else, so I went into the Math Leadership
Program and I love the Math Leadership program! It really opeied up a lot ofposs-bilities of where I could go from here, and its just kind ofinspiraticeal,lilce I'm more excited and I can put that into my classroom activities .

More problematic, these teachers tell us, is the tfiscrepancy they note between the
College's impressive phEosophy and programs - and the pressure toward assimilation they
often experience as graduate students at an institution with a well-defined mission. Several
report a sense of marginality: Le. lack of interest in thcir ideas, discomfort in sharing
professional realities so divergent from what mher students experience. They comment on
widely-held assumptions here that what the College offers is "best" and that no other
approach deserves extensive consideration. One teacher of color stated, echoing Delpit,
'That makes you wonder what 'progressive' really meatls? The following exft.ange
between two teachers in the study further illustrates this concern:

Grad.Snidenr #1: In September/the first semester of last year/I felt kind ofcrazy because I came out of schools thatwere all like/minority was themajority. When I came to Bank Street I said, Wow!" I felt a little strangeabout it and said *Don't freak our because it's your first experience in aschool where you and . le that your backgrround is similar with are not themajority. And/I went ugh the year but I found I was losing my voiceilwouldn't speak so easily in class. And I'm a talker and I'm opinionated and I
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wasn't speaking in class. And maybe./((to some of it is what yszere
- when people would talk about doing assistant work/I'd think:ey're doing this a whole year and not receiving any moneyr So theycould learn to teach? It's a whole other world for me/I couldn't even think ofdoing that. So that/things that were so different/they were causing me to losemy voice. My concerns: that a child's mother didn't sendhim to school for aweek and when we went to the lxime/we made a deal with the child to cometo school - with a six year old - because the mother wasn't around or able to/Ifelt like when there was a point to intoduce that into the conversation, I waslike, "Am I betraying that child?* by presenting that story to people-

Grad. Student 12: from a totally iiifferent. Yeah/I've gotten that kindof/like in my advisement group. We have a few public school teachers andteachers from Scarsdale and places in New Jersey where I'venever been to.((laughter)) You said ((to ....))you lose your voice. For me, now, if I'm theonly dark person in my class, I feel it's more important for me to speak causeI'm representing everybody! So I bays.to say something. When they get oncertain subjects/I sitback and I listen for avAile. And then I spatk and Ispeak - in a sense/I feel I'm some sort of ambassada or =presentative-
Conclusion

What kinds of implications can be drawn from this study for improving teacher
education? Based on our analysis of the data collected via group interviews with teachers of
color, we offer the following:

L If we are to make continued progress in efforts to educate all our children, we nemd to
recognize and learn froma notion of "communitas" (Maclntyre, 1984) so deeply embedded
in these stories that it seems to be taken for granted. Moving beyond a goal of education
that focuses solely on individual achievement, thes teachers of color both express and
exemplify commitment to education that serves broader social as well as personal aims.
2. Wentworth's (1980) notion of"socialization-as-interaction* underscores the importance
of hearing and heeding the voices of iww members, discovering what is different as well as
familiar in the expectations, resources and needs they bring with them. We strengthen our
profession by learning what it means to new members and by recognizing the distinctive
contributions they have to offer.

3. Hearing from teachers who view themselves as change agents and advocates for
social justice forefronts what is at stake for our children and our society. Are we doing
enough as teacher educators to prepare all teachers to address factors (social, economic,
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political) that imping;on classroom practice? Are we doing enough to empower them to
investigate and =pond to what facilitates and constrains systemic change?

A salient therm ofthis study is the dedication of these teachers of color to enlarge
the circle of those who matter to than, beyond tlxir immediate families, beyond the
challenges of a single classoom or school or neighborhood. Their words reveal an
ongoing concern with the questions: 'WI° counts?" and *What can I do about it?*
They also reveal how they are learning from as well as teaching the next generation. Instead
of working from any set of re-determined beliefs and practices, they begin with the
children and then draw on all appropriate resources to meet their needs. For all who
believe that educational therry and practice should be mutually informing, the entry ofmore
teachers of color into the profession has much to teach us. In the words of German Midrib,
a Colombian sclwlar and community educator, the challenge we share with them now on
behalf of children is to construct and sustain a more inclusive *dialogue of knowers."
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